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Abstract
Feedback to students has been highlighted in the literature as an area where
improvements are needed. Students need high quality, specific, usable, and timely feedback.
They also need guidance and tools to help them engage with, reflect on, and learn from that
feedback in order to close the gap between their writing and the expected standards. In order to
help students improve their writing, teachers must develop written feedback that is formative and
feeds forward into future writing assignments. This project explores how effective formative
feedback can be achieved within a social constructivist theoretical approach to learning, in which
an understanding of feedback and how to utilize it are determined by social interactions between
teachers and students. The project also explores how writing portfolios as an assignment
structure – which includes multiple drafting – can facilitate the dissemination of usable,
formative teacher feedback on student writing, while allowing students time to reflect on,
understand, and incorporate that feedback into more proficient writing. The project provides
teachers with guidelines for writing formative feedback that will help students feed forward in
their writing, while also providing a sample series of assignment descriptions, student reflection
resources, and suggested timeframes for creating and returning written feedback to students.
Additionally, these formative elements of evaluation will assist teachers in modifying writing
instruction for students to produce stronger writing proficiency, and assist students in becoming
self-regulated learners.
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Chapter 1
Problem Statement
Through writing, students should be able to demonstrate not only their knowledge and
understanding of a topic, but also develop and foster their understanding. Ideally, students
should, in their writing, be able to think deeply and reflectively on their own knowledge and their
own learning. However, many students are graduating without adequate writing skills (Graham,
Early, & Wilcox, 2014). As a result, during this and the last decade, there have been numerous
calls for reforming or improving how writing is taught to children and adolescents, including
how student writing is assessed (Graham 2015).
Receiving feedback for writing is considered one of the most important factors for how
students can learn and improve (Adcroft 2011). However, research has shown that both students
and teachers alike have misgivings about the role of feedback and its uses (VanHeerden 2017).
There are many factors that may influence these shortcomings, one of which is a dissonance
caused by the differing mythologies of feedback (Adcroft 2011). For instance, teachers have
negative perceptions about feedback and its effectiveness, frustrated by what they perceive as
student indifference to feedback, with instructor-held beliefs including that ‘feedback does not
work’, or that ‘students are more interested in their grade or mark and pay little attention to
feedback’ (VanHeerden). Another common perception amongst teachers is that students do not
read the feedback they are given. However, students have their own perception of feedback.
Hillocks (2005) found that when leaving feedback on student work, teachers comment
predominantly on grammar and mechanics in student writing, commenting less on content and/or
ideas. Feedback is often too late, too general, too vague, too negative, too hard to understand, not
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detailed enough, or hard to act upon (VanHeerden 2017). In order to aid students in improving
their writing, teachers need to develop a system of actionable, timely, and formative feedback.
Significance of the Problem
In discussing the broad purpose of feedback, Mutch (2003) offers a definition that
focuses on feedback as a key mechanism in “the development and enhancement of learning” (p.
36). This is common across much of the literature. For example, in a study of over 2000 students,
Carless (2006) identified feedback as a “key characteristic of quality teaching” (p. 219) and
suggested that it fulfils a wider variety of functions including the justification of grades given,
the demonstration of tutor authority and as a general academic ritual. Arts (2016) defines
feedback as the “process whereby learners obtain information about their work in order to
appreciate the similarities and differences between the appropriate standards for any given work,
and the qualities of the work itself, in order to generate improved work” (p. 159). van Heerden et
al. (2017) state that feedback plays an integral role in students’ learning and development,
because “it can make the tacit expectations of a discipline explicit, which aids in students
becoming successful learners” (p. 967).
Yet, in spite of its integral part in student learning, Arts points out that “a considerable
number of publications indicate issues concerning feedback in education” (2016). At the heart of
it, there is dissonance at times between how instructors and students perceive and make use of
feedback as a learning tool (Adcroft, 2011). Higgins (2001), for example, argues that many
instructors see feedback as “communicative, and therefore treat written feedback as an oversimplified model of communication” (p. # 53). The issue is that students make an emotional
investment in an assignment and expects some ‘return’ on that investment, yet much written
feedback on the part of instructors is not seen as a return on this investment. Van Heerden et al.
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(2017) demonstrates that research suggests students are “broadly dissatisfied with the [quality of]
written feedback they receive” (p. 969).
Research has also shown that students tend to perceive feedback to be too late, too
general or vague, not detailed enough (Carless 2006), and difficult to act upon. For example,
Arts (2016) explains that students frequently have trouble understanding instructors’ feedback
due to the way feedback is formulated; tutors make extensive use of indications and corrections,
but leave out explanations as to why something is good or why a section should be replaced;
feedback is not coupled to goals or assessment criteria.
Each one of these issues will influence students’ willingness and ability to respond to
feedback. For instance, if it is too late, students will not have the opportunity to respond to it. If
students find feedback too difficult to understand, then the potential developmental aspects of
feedback will be lost. Moreover, even when students are willing to respond to feedback, they
might lack the necessary guidance to do so. Weaver (2006), for instance, found that even though
students do value feedback, almost half of the students in her study had not received guidance on
how to use it.
If students are not able to engage with feedback in a manner that is recognized by
instructors (such as rewriting a draft following suggestions and advice,) its potential for
encouraging further student development will be lost (van Heerden et al., 2017). Additionally,
Murtagh and Baker (2009) found that the literature on feedback reveals that dissatisfactory
written feedback may have potentially negative effects on students’ self-confidence and
motivation. Ferguson (2011), in a study in perceptions of feedback amongst graduate students,
found that students felt that “comments that are all negative would cause them to give up” (p. 57
#). Some students claimed that “If all comments are negative, I would never write a paper
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again”, and that “even phrasing is important, such as ‘you could have tried this’ rather than ‘you
did not do this’” (p. 57). 90% of the student correspondents claimed that some balance between
positive and negative was what was needed. And, some said that they need balance to be towards
the positives to give them the confidence to tackle the problems.
Background of Project
According to Adcroft (2011), feedback is a key mechanism in “the development and
enhancement of learning” (p. 1). This is common across much of the literature. For example, in a
study of over 2,000 students, Carless (2006) identified feedback as a “key characteristic of
quality teaching” (p. 219) and suggested that it fulfils a wider variety of functions including: the
justification of grades given, the demonstration of teacher authority, and as a general academic
ritual. This is true not for just teaching in general, but in specific content areas. Moriarty and
Rajapillai (2009) suggest that, in English, feedback makes the most important contribution to
student writing skills and critical abilities” (actually found in Adcroft, 2011, page 5).
Furthermore, Herbert et al. (2015) showed that classroom-based formative assessment that
provided students with feedback on their written products, their progress in learning writing
skills, or strategies resulted in positive gains in children writing.
There have been studies done on the importance of feedback demonstrating that the
importance of feedback is primarily built on the relationship between feedback and performance;
high quality feedback can be used to improve performance. Homes and Papageorgiou (2009)
identify many studies which place feedback at the core of improvements to understanding. These
studies tend to focus on three issues. First, the role feedback plays in explaining what good
performance is; Miller (2009), for example, suggest that high quality feedback clarifies what is
expected of students and Holms and Papageorgiou (2009) argue that it creates an understanding
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which is “shared both by students and instructors” (p. 87). Second, feedback plays a diagnostic
role (Handley et al, 2009) which is crucial in identifying gaps in knowledge and understanding.
Finally, performance is improved through feedback because it facilitates the development of
study skills, with Barrow (2006) arguing that through feedback “students are encouraged to
adjust their approach” (p. 358).
However, even with the literature demonstrating a strong agreement that feedback is crucial
to improving student writing, independent working skills and deeper thinking, there is often a
disconnect between teacher and student perception of that written feedback.
Vardi (2009) argues that one cause of this dissonance is often the result of poor practice
whereby feedback is too brief, not specific enough, involves arbitrary judgements about
standards and uses terms which may be vague, cryptic, sarcastic and/or lacking in praise. Burke
(2009) also suggests that poor practice is the primary cause of poor outcomes: “it is too brief, too
negative, too difficult to decipher or to understand” (p. 42). The second explanation explored by
Adcroft (2011) is that there is a gap in understanding and expectations to feedback between
teachers and students. Parikh et al.’s (2001) work, for example, suggested that “faculty members
perceive that they provide effective feedback more often than students perceive they receive such
feedback” (p. 632). However, Walker (2009) points out that to be usable by students, feedback
must be designed to help the student to reduce or close the achievement gap. It must be
understandable and actionable, and Walker’s study show that man teachers are “providing such a
high proportion of [feedback] that are unlikely to be usable” (p. 76).
It should be noted that research specifically regarding the effectiveness of teacher
feedback on students’ writing is needed, according to Graham et al. (2011).
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Murtagh and Baker (2009) show that, regarding written feedback, students are often
dissatisfied with the feedback they receive, in terms of lack of specificity with regard to how to
improve; it being difficult to understand; and it may have potentially negative effects on
students’ self-confidence and motivation. However, the perception of this feedback is
demonstrated to change considerably when students clearly understand the purpose of written
feedback, and when said written feedback satisfies much of the criteria.
Van Heerden et al (2017) posits that the disconnect between student and teacher
perception of feedback may largely lay in is pedagogical purpose. Van Heerden argues that there
are two main forms of feedback which correspond to their functions, namely evaluative
summative feedback and formative feedback. Summative feedback looks back on a completed
task and indicates how successfully a student has competed it, through identifying students’
academic strengths and weaknesses. Summative feedback may, for instance, tell a student that
their conclusion is poor or that their introduction is weak, but it does not necessarily explain
further or provide advice on how to improve these aspects of their writing. Summative feedback
may come across as corrective. The problem is that, if feedback only corrects, then it has limited
capacity for aiding ongoing student writing development.
In fact, Graham (2015) goes so far as to state that summative assessments have “a spotty
track record in the area of writing” and that the impact of interim assessments are unproven (p.
542). Much previous research has explored how college writing instructors provide feedback on
undergraduate writing, beginning in the early 1980s. In studies in which summative assessment
is compared to formative assessment, however, the latter is largely superior. In an article by
Sherry (2017), the author explores two large-scale studies of secondary teachers’ feedback on
students’ writing [which] described effective approaches [to feedback], suggesting that concise
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responses that did not “take over” students’ work were both more appreciated by students and
more successful at promoting substantive revision.
Statement of Purpose
The purpose of this project is to create a guide and set of resources for instructors to
develop the skills necessary for giving secondary students written formative or developmental
feedback in writing assignments. This project will also produce guides, materials, and resources
for students to interpret and make practical, effective use of the instructors’ formative written
feedback.
This project will directly address the problem by giving instructors tools to ensure that
their written feedback meets the criteria for effective feedback. As outlined by Arts et al. (2016),
effective feedback:
Is linked to the goals of the assessment task; is linked to the assessment criteria; makes
clear what the expected standard is; includes information on how to reach the expected
standards; informs the recipient on [their] learning; reassures motivational beliefs and
self-confidence; is given timely; is complete; contains enough detail; is clearly
formulated; aids the recipient in adequate self-assessment. (p. 160)
Furthermore, this project will directly address the dissonant understanding and use of
feedback as described in Adcroft’s (2015) article “The mythology of feedback”. In this sense,
“mythology” is a given understanding of the purpose of feedback held by a given party, and
Adcroft asserts that often teachers and students have differing mythologies of feedback. By
utilizing the tools produced in this project, instructors and students will bridge the gap of
understanding regarding what written feedback is, what should be expected of it, and what
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should be expected to do with it to ensure better understanding, learning, and writing in future
assignments.
The project will be keeping in mind writing instruction and assignments for secondary
education and will therefore be relevant to instructors and students in grades 6 through 12.
Objectives of the Project
The objectives of the project include:
1. Help instructors give effective, formative written feedback to student writing that meets
the criteria of Arts et al. 2016 (see above).
2. Share instructor resources and assignments that push and allow students to interpret and
make practical use of the written formative feedback they receive from instructors.
3. Offer instructors and students the language necessary to bridge the gap in understanding
based on the “mythology of feedback” as outlined in Adcroft 2011.
Ultimately, this project intends to create a system and resources that will allow instructors to
provide actionable written feedback to students. Rather than providing a summary of the quality
of work, the feedback will encourage or necessitate students to improve their work for the
assignment’s revision, or encourage or necessitate students to make meaning of the written
feedback and articulate specifically how the feedback will modify their writing in future
assignments. These assignments and resources will guide students to follow up with the
instructor in hopes of fostering a classroom in which constructive dialogue can be experienced
around writing.
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Definition of Terms
Formative Assessment: Also known as developmental feedback:
“The process of collecting information or evidence about student learning, interpreting it in terms
of learners’ needs, and using it to alter what happens. It is anticipated that teachers will use the
information provided by these assessments to shape the curriculum as well as student learning.”
(Graham, 2015, p. 525).
“Developmental feedback has two main subfunctions: developing students’ ability to complete
future tasks more successfully, and assisting with student development and learning. Ideally,
feedback should look forward; that is, it should feed into future assignments. (vanHeerden, 2017,
p. 969).
Summative Assessment: “Summative [or evaluative] feedback looks back on a completed task
and indicates how successfully a student has completed it, through identifying students’
academic strengths and weaknesses. Evaluative feedback may, for instance, tell a student that
their conclusion is poor or that their introduction is weak, but does not necessarily explain further
or provide advice on how to improve these aspects of his writing. Summative/Evaluative
feedback may come across as corrective…The problem is that, if feedback only corrects, then it
has limited capacity for aiding ongoing student writing development” (vanHeerden, 2017, p.
970).
Feedback: “Feedback is a process whereby learners obtain information about their work in order
to appreciate the similarities and differences between the appropriate standards for any given
work, and the qualities of the work itself, in order to generate improved work”
(Boud & Malloy, 2013, p. 6).
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Scope of Project
This project will be created for implementation in 7th and 8th grade English Language
Arts classrooms in a private school in which students each have an iPad and stable internet
connection. Although middle school populations differ dramatically depending on location, this
project can be adapted for many different demographic makeups based on the instructor’s
understanding of their students’ background. The feedback and assignments can also be tailored
to the particular students’ struggles, concerns, and strengths each year.
This project will address the implementation of written formative assessment for middle
school student writing using a digital word processor, but could be adapted or utilized for
instructors and students in a high school setting. It will not address the following: (1) formative
instruction for elementary, early education, or undergraduate level study, (2) courses or content
areas in which literary writing is not the focus.
The factors which may hinder or obstruct the implementation of this project include time,
instructor buy-in, and student buy-in. Time would be needed for teacher professional
development and for students to become acquainted with the language, process, and resources.
All stakeholders must also be willing to embrace a potentially new method of assessment or
“grading” that will potentially take extra effort beyond filling in rubrics or other forms of
summative assessment.
The project will also be utilizing digital written feedback to students, usually focusing on
assignments submitted using a word processor and cloud-based assignments, and utilizing
commenting functions as well as video and audio feedback. As a result, the project will be
limited to instructors and students who have consistent access to digital devices and word
processors as well as a strong and stable internet connection/access.

15
This project may possibly be unique in that it’s focus will be not only in helping writing
instructors better understand how to give written feedback to student writing, but also help
students better understand in practical terms the process of using feedback to grow and develop
their writing. Furthermore, this project seeks to help students understand and make use of
feedback to foster better writing, and also serve as further formative assessment for instructors.
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Chapter 2
Introduction
Getting feedback for writing is considered one of the most important factors for how
students can learn and improve (Adcroft 2011). However, research has shown that both students
and teachers alike have misgivings about the role of feedback and its uses (VanHeerden 2017).
There are many factors that may influence these shortcomings - one of the most important of
which is a dissonance caused by the differing mythologies of feedback (Adcroft 2011). Hillocks
(2005) found that when leaving feedback on student work, teachers comment predominantly on
grammar and mechanics in student writing, commenting less on content and/or ideas. Feedback
is often too late, too general, too vague, too negative, too hard to understand, not detailed
enough, hard to act upon (VanHeerden 2017). Teachers spend too much time writing feedback
that students, essentially, don’t know what to do with - thus, defeating the purpose for both
parties. Therefore, in order to aid students in improving their writing, teachers need to develop a
system of actionable, timely, and formative feedback.
The theory review portion of this chapter highlights theories that play a part in writing
effective feedback for student writing, as well as helping to bridge the aforementioned
understanding gap between teachers and students when it comes to learning from feedback. Lev
Vygotsky’s social constructivist theory plays a large role especially in bridging the
understanding gap by utilizing social interactions to construct meaning and lead students to a
more critical thinking process. Along with this theory are three conditions by Sadler (1989)
which outline how students can engage with feedback under the social constructivist framework.
Following the theories associated with formative feedback, the focus of the research portion
speaks to how teachers can write effective feedback that is actionable, timely, and formative.
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This chapter concludes with a review of how a writing portfolio is an appropriate framework for
satisfying the principles of effective formative feedback while also adhering to the principles of
social constructivism and the conditions outlined by Sadler
Theoretical Frame
Social Constructivism
Social constructivism is a highly effective method of teaching that all students can benefit
from, since collaboration and social interaction are incorporated. Lev Vygotsky, the pioneer
behind social social-constructivism argued that it was an integral part of learning. According to
Powell and Kalina (2009) Social constructivism is “based on the social interactions a student in
the classroom along with a personal critical thinking process” (p. 243). Central to the concept of
social constructivism is the zone of proximal development, or ZPD. ZPD is described as a zone
where learning occurs when a child is helped in learning a concept in the classroom. An example
of the concept would be an activity where a student works on the assignment with aid from the
teacher. Once students achieve the goal of the initial activity, their zone grows and students will,
in theory, be able to do more. This involves the social constructivist method where students act
first on what they can do on their own and then with assistance from the teacher, they learn the
new concept based on what they were doing individually. Vygotsky also used scaffolding in his
theory, which is an assisted learning process that supports the ZPD by allowing students the use
and gradual release of assistance of teachers, peers, or other adults (p. 244).
Review of Literature
Assessment and feedback
According to Huba and Freed (2000), assessment is the:
process of gathering and discussing information from multiple and diverse sources in
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order to develop a deep understanding of what students know, understand, and can do
with their knowledge as a result of their educational experiences. (p. 37)
In other words, assessment is any process or tool by which teachers can gage the learning and
understanding of a student. According to Boud and Molloy (2013), feedback is the process
whereby learners:
Obtain information about their work in order to appreciate the similarities and
differences between the appropriate standards for any given work, and the qualities of
the work itself, in order to generate improved work. (p. 6)
In other words, feedback relates to information presented to students that allows
comparison between their actual outcome in their work and a desired outcome. According to Van
Heerden et al. (2017), the overall intention of feedback is to “provide students with focused
guidance to enable greater epistemic access to disciplinary ways of writing, reading, thinking and
creating knowledge” (p. 968).
Van Heerden et al. (2017) continues to posit that, broadly speaking, there are two main
forms of feedback: summative feedback and formative feedback. Evaluative feedback “looks
back on a completed task and indicates how successfully a student has completed it, through
identifying students’ academic strengths and weaknesses” (p. 969). In this sense, summative
feedback may tell a student something they did poorly in their writing, but does not necessarily
explain how to improve on the error or their writing in general. According to Van Heerden et al.,
the problem with summative feedback is that if “[feedback] only corrects, then it has limited
capacity for aiding ongoing student writing development” (p. 969).
Formative feedback, though, has two main functions: developing students’ ability to
complete future tasks more successfully, and assisting with student development and learning. In

19
this sense, feedback should feed forward into future assignments rather than simply itemize what
was incorrect or correct in a completed task. As Crisp (2007) points out, “feedback should not
only aim to assist students to complete a similar task successfully…but should also be
transferable to other tasks they will have to undertake” (p. 579). Van Heerden et al. (2017) posits
that instead of just correcting errors, feedback should ideally assist students in developing their
academic skills.
Assessment and social constructivism
Much of the problems in the misunderstanding of assessment comes from a gap in
understanding of the purpose of feedback between instructors and students. Rust et. al (2005)
posit that the problems of current practice could be overcome and the student learning experience
greatly enhanced if a social constructivist approach is applied to the assessment process. A social
constructivist view of learning argues that knowledge is shaped and evolves through increasing
participation within different communities of practice (Cole, 1990). Rust asserts that “acquiring
knowledge and understanding of assessment process, criteria and standards needs the same kind
of active engagement and participation as learning about anything else” (p. 232). Because a
social constructivist approach brings instructor and learner together into same process of
constructing understanding, this will serve as the theoretical framework behind this project. To
foster a social-constructivist approach to assessment, essential prerequisites must be met.
Explicit assessment criteria
Biggs (1999) argues that a vital prerequisite to creating a constructivist assessment
process is that the course is “constructively aligned’ (p.11). By this, Biggs means that everything
in the curriculum – the learning outcomes, the learning and teaching methods and the assessment
methods – “should follow on one from another and be seamlessly, demonstrably interrelated.
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Therefore, a constructively aligned course is to have clear and explicit learning outcomes”
(p.12).
Linked to explicit learning outcomes, a further essential requirement of a constructivist
assessment process is to have clearly defined and explicit assessment criteria. However,
O’Donovan et al. (2001) have shown that no greater understanding will come about unless
students actively engage with that criterion in some way, necessitating the need for a process
model. In this sense, for teachers to be sure that students have full understanding of feedback,
how to interpret it, and how to use it, it is crucial that teachers model for students how to
interpret and use feedback. For example, teachers should model for students how to engage with
exemplar material for assignments, how to reflect on feedback, and how to create action-points
for using the feedback so that they can feed-forward into direct utilization in a future draft or
future assignment.
Engaging with criteria
A social constructivist approach to achieving meaningful understanding of assessment
requires some kind of active engagement with the criteria by both instructors and students (Rust,
2005). Rust (2005) posits that involving students in on a marking exercise where they actually
use the criteria in marking sample pieces of work and then discuss the results both with other
students and instructors has been shown to result in statistically significant improvement in the
students’ subsequent work. Work by Forbes and Spence (1991) have also shown that peer
marking of actual student work has yielded similar results, and peer assessment as a part of the
social-constructivist model will be discussed more in this paper. For instructors, initial discussion
with peers about the meaning of the criteria, further discussion to refine their understanding after
some marking has been undertaken using the criteria and then moderation discussions after all
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the marking has been completed, has been shown by Sanders and Davis (1998), over time, to
increase common understanding and result in better standardization of marking. For instructors,
as for students, the key is active engagement.
Peer Review
As part of a social-constructivist learning environment, in-class time devoted to
discussing student writing and assessment criteria with peers is also beneficial in improving
student writing and understanding of formative feedback (Forbes & Spence, 1991). Walls and
Kelley (2016) assert that peer review can be implemented well in a social-constructivist
classroom, provided that additional frontloading be implemented in peer review activities,
coinciding with Smith et al. (2002) who assert that peer reviews are strengthened by “frontloading the support for students’ assessment preparation” (p. 79). For example, before teachers
allow students to peer review one another’s’ work, the teacher should first model for and with
students how to read a peer’s work properly, how to deliver feedback that coincides with the
assessment standards, and what kind of vocabulary to use when engaged in this dialogue or
correspondence. Walls and Kelley (2016) continue to imply that instructors have to develop
students’ understanding of the value of peer review assignments and the value of incorporating
the feedback. This also means spending time talking about what “constitutes productive
feedback, how to decode such feedback, and when that feedback is relevant or irrelevant in
relation to the overall [improvement]” (p. 103).
In this regard, frontloading could ideally begin with students being presented with a
finished exemplar of the assignment. The instructor should also make available to students the
assignment’s assessment criteria (e.g., a rubric). The instructor should also provide students
sample feedback for the exemplar, allowing students to see how it was assessed and what
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feedback was given. The instructor should allow ample time for students to study the exemplar
and the sample feedback. The instructor could also allow time for peers to study the exemplar
together and engage in a dialogue about how they would assess the piece and compare their
assessment to the instructors.
Engaging with feedback
A social constructivist approach to feedback requires that the students actively engage
with the feedback. Sadler (1989) identified three conditions required for students to effectively
use feedback: (1) knowledge of the standards; (2) having to compare those standards to one’s
own work; and (3) taking action to close the gap between the two.
First, when considering effective assessment feedback, it is important that teachers make
clear to students exactly what standards their writing will be assessed on. To fully understand
these standards, students should take a collaborative role with teachers in learning how each of
the standards are effectively modeled in an exemplar assignment. Together, teacher and student
can work in dialogue to discuss how the exemplar piece exhibits each of the standards. Orsmond
and Reiling (2002) describe an exemplar text as an example of desired performance which makes
explicit what is required. Exemplars define a valid standard against which students can compare
their work. Therefore, in establishing standards and expectations, it is wise to provide students
with a high-quality exemplar text of the assignment, to allow students time to compare the
exemplar text with the assessment tools (e.g., a rubric or a set of instructor comments that have
previously been written for the exemplar text), time to discuss these comparisons with peers, and
time for students and peers to discuss and address these observations or noticings with the
instructor to bridge any gaps of understanding between them.
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Teachers can instruct students and peers in using the assessment criteria themselves to
assess the exemplar text, and then practice assessing their own work in peer reviews, all the
while having the teacher nearby to clarify, model, and guide the process. In doing this, students
will not only better understand the standards, but also understand the process the teacher will
undergo to assess their own writing, and therefore be better prepared to satisfy the standards and
interpret the feedback that is given to them.
Other strategies in helping students clarify knowledge of the standards could include
providing better definitions of requirements using carefully constructed criteria sheets and
performance-level definitions; workshops in which students collaborate with the teacher to
determine their own assessment criteria for a piece of work; involving students in assessment
exercise where they mark or comment on other students’ work in relation to defined criteria and
standards (Nicol & Macfarlane-Dick, 2006).
Secondly, the collaborative process of utilizing exemplar texts and the assessment
material will help students better gage potential disparities between their writing and the desired
outcome. Essential to this goal is allowing and encouraging students to reflect on their writing in
a self-analytical way. In developing these self-assessment skills, it is important to engage
students in both identifying standards/criteria that will apply to their work, and in making
judgements about how their work relates to the standards. According to Nicol and MacfarlaneDick (2006), one approach is to provide students with opportunities to evaluate and provide
feedback on each other’s work – peer review, as stated before. These processes help develop the
skills need to make objective judgements against standards, skill which are transferred when
students turn to producing and revising their own work. Other examples of structured selfreflection that would “allow students to compare standards to their own work could include
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students identifying the strengths and weaknesses in their own work in relation to the criteria or
standards before handing it in for teacher feedback” (p. 208).
Finally, once students fully understand the meaning or cause behind gap between their
writing and the standards, they must take action to close that gap. When writing feedback to
student writing that can feed-forward, teachers can incorporate several strategies including:
providing feedback on a work in progress and increase opportunities for resubmission; introduce
two-stage assignments where feedback on one stage improves the next; specifically providing
action points, or involving students in identifying their own action points in class after receiving
and reflecting on the feedback (Nicol & Macfarlane-Dick, 2006).
The literature shows that this third criterion is ultimately the ideal goal for proper
assessment, as it gives a clear demonstration of actual student learning. This criterion has also
been called “feed-forward” (Quinton, 2010) feedback and will continue to be a focus of this
paper.
Quality feedback
Nicol and Macfarlane-Dick (2006) have shown there are several principles of good
feedback practice that facilitate self-regulation and work to help students feed-forward in their
writing. The following sections will be exploring criteria and principles for instructors to
implement into the feedback process. Each of Sadler’s (1989) three criteria will be addressed
implicitly in the in the principles of good feedback practice described onward.
Feedback that is growth-focused
When it comes to the content of teacher comments themselves, Higgins and Hartley
(2002) express the importance that comments should not be used with the sole intent of
justifying grades; rather, they should seek to explain and be useful for improving in future
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assignments. With that in mind, Walker (2009) conducted a study to determine exactly which
type of instructor comments were the most usable for students. The study concluded that skillsdevelopment comments are the most usable in closing the gap for success in future assessments.
Comments with explanations were most usable in understanding what gaps in assignments just
provided. In this sense, the most usable skills-developments comment is one that offers a
“correction for a content or skills problem, together with an explanation of the correction” (p.
69). It is not usually sufficient simply to tell a student where they have gone wrong –
misconceptions need to be explained and improvements for future work suggested. Nor should
comments focus solely on spelling and grammar. Fostering ‘higher order’ critical skills may have
more long-term educational value.
Furthermore, it is crucial that the student fully understands the language and concepts
being discussed in comments, and the instructor should seek to create a learning environment in
which dialogue can be shared between student, peers and instructor in order to facilitate the
greatest understanding. Again, in this regard, Higgins et al. (2001) posit that perhaps the
introduction of some element of peer assessment may help students to become more familiar
with the meanings of the criteria upon which their work is evaluated. Discussion between
instructors and students about instructors’ expectations may also help as might more open
dialogue between instructors themselves to prevent students receiving conflicting advice based
on different meanings (p. 62).
Ultimately comments should provide opportunities to close the gap between current and
desired performance. Gibbs (1999) suggests a number of practical ways in which instructors can
do this, including: providing feedback on work in progress and increasing opportunities for
resubmission; introducing two-stage assignments where feedback on stage one helps improve
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stage two; providing ‘action points’ alongside the normal feedback provision; involving students
in groups in identifying their own action points in class after they have read the feedback on their
assignments.
Feedback that is student-accommodating
It is important to consider that feedback on student writing can play a direct role on
student self-esteem and confidence in their skills as a writer. This tie to confidence can also
directly impact student motivation. Ferguson (2011), in a study in perceptions of feedback
amongst graduate students, found that students felt that “comments that are all negative would
cause them to give up” (p. 57). Some students claimed that “If all comments are negative I would
never write a paper again”, and that “even phrasing is important, such as ‘you could have tried
this’ rather than ‘you did not do this’” (p. 57). 90% of the student correspondents claimed that
some balance between positive and negative was what was needed. And, some said that they
need balance to be towards the positives to give them the confidence to tackle the problems.
Lunsford (1997) suggests using three well-thought-out feedback comments per essay was
the optimum if the expectation was that students would act on these comments. Furthermore,
these comments should indicate to the student how the reader (the instructor) experienced the
essay as it was read, rather than offer judgmental comments. Comments should also be written in
a non-authoritative tone, and where possible, they should offer corrective advice instead of just
information about strengths and weaknesses.
Ferguson’s (2011) study of graduate student perceptions of feedback echoes Lunsford’s
(1997) sentiments. Students stated that “If time constraints are an issue [they] would much prefer
comments on the core of the paper rather than the detail” (p.56). Students also echoed the
importance of Lunsford’s emphasis on corrective advice, stating “focus on the fine detail is not
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useful, what is needed is an explanation of how to improve” (p. 56). The study found that
teachers may consider giving lengthier and more detailed feedback if the performance on the
paper was poor. However, the ultimate conclusion was that teachers should at least give the
“equivalent of an extended paragraph in feedback”, and that a “summary statement at the end
that again highlights the main issue influencing the grade is useful” (p. 56).
Feedback that promotes self-assessment
Quinton and Smallbone (2010) assert that for proper engagement with feedback, students
also “need dedicated class reflection time” (p. 128). This could take place with dialogue with
instructor, written reflection, and peer discussion with comparison to an exemplar and
assessment standards. To allow for the development of self-assessment and reflection, Angelo
and Cross (1993) suggest using variations on one-minute papers, helping students better
understand how to think holistically about learning, making improvements, and using what
they’ve learned to inform their work in the future.
Once instructors have completed and returned feedback, it is crucial that students take an
active role in acting on that feedback. Murtagh and Baker (2009) argue that “formative
assessment should be essentially focused on the student experience; that it must inevitably
involve them reflecting on what they have achieved and how they have achieved it” (p. 27).
Jackson and Marks begin their 2016 study on the premise that “engagement with feedback
facilitates effective ‘feed-forward’ into future assignments, and introduction of structured
opportunities for participation in feedback and reflection have been advocated” (p. 533). Testing
this premise, the authors aimed to evaluate whether assessed reflections on feedback improved
student use of feedback and/or performance, as well obtain student views on the usefulness of
written reflections. The results of the study show that the majority of students found the
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reflections helpful, and showed that there was indeed a correlation with improved grades. This
indicates that instructors should consider assigning written reflections to students upon receiving
their feedback, not only to help them engage with the feedback and internalize it, but to also give
the instructor a record of the students understanding or misunderstanding – thus allowing a
dialogue to be formed. Regarding the reflections, students should “react to what was said in the
feedback, articulate their understanding of it, and also articulate a plan of action keeping the
feedback in mind for future work” (p. 540).
This can also provide information to teachers that can be used to help shape teaching
going forward. Freeman and Lewis (1998) argue that when writing feedback, the teacher should
“try to stimulate a response and a continuing dialogue – whether this be on the topics that formed
the basis of the assignment or aspects of students’ performance or the feedback itself” (p. 51). By
encouraging a dialogue between teachers and students around learning, the instructor better
allows for a socially constructed writing environment in which there is ample opportunity for
teachers and students to bridge the possible misunderstandings related to the assessment or the
desired outcomes.
Sadler (2010) argues that the “overt aim [of assessment] is to shift the focus away from
telling the students about the quality of their work and towards having them see and understand
the reasons for quality, and in the process develop personal capability in making complex
judgements” (p. 546). Arts et al. (2016) posit that ultimately the learning effect of feedback will
be improved by “explicit coupling of feedback to goals, assessment criteria and expected
standards; using explanations in addition to indications and corrections; a better focus on
feedback on process and self-regulation level” (p. 170).
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Feedback that is timely
Higgins and Hartley (2001) explain that, while recognizing institutional constraints and
difficult workloads, timely feedback is vital; comments should be returned to students as soon as
possible after the assignment is submitted. Interim feedback on a first draft or an essay plan
might also be productive (p. 270). With this in mind, Ferguson (2011) found that an acceptable
turn-around time for feedback to be a timeframe of “two to three weeks with two weeks by far
the preferred time” (p. 58) according to a study of graduate students. Students also said that an
acceptable timeframe could be “up to four weeks, but only if feedback was returned before the
next assignment is started” (p. 58).
Writing Portfolios
Given the workload and time restraints for both student and instructor cited by Higgins
and Hartley in the previous section, timeliness in effective formative feedback can be a difficult
task. However, Bader et al (2019) found a successful structure for student writing guided by
formative feedback in the form of portfolios. A writing portfolio is a limited collection of a
student’s writing for evaluation. It is different from the traditional writing assignment with is
disparate, or a writing folder that contains all of a student’s work; a portfolio contains only a
student’s best writing efforts and accomplishments (Burner, 2014). The process nature of
portfolio assessment gives students the time to recover from this initial reaction and to reevaluate their work in a more objective way. The portfolio assessment process meant that
students produced final assignments that they were satisfied with because they were able to
continuously reflect on and use the transversal skills and knowledge gained by working on
assignments throughout the course of a semester. These positive attitudes towards the portfolio
“greatly suggest that teachers should consider providing students with opportunities for revising
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and resubmitting assignments when designing courses” (Bader et al., p. 1024). In addition to
portfolios Gibb’s suggestion to break assignments up into two-stage drafts would also allow
students time to adapt instructor feedback into their work, provided it is given to the student
before opportunity for revision is closed.
Writing portfolios and formative feedback.
According to Lee (2011), self-and peer assessment, formative feedback through multiple
drafting, and portfolios are ways of realizing formative assessment in the classroom. Such
classroom activities allow “reflection, interaction and opportunities to return to one’s text and
improve it” (p. 1018). Writing portfolios are a tool that promote the revision of writing over
time, as they give students the opportunity and class time necessary to revise and re-submit
assignments throughout the term, or throughout the curation of the portfolio. The premise of a
portfolio is that students will be able to curate a finished body of work into a final collection of
their best writing by the end of a given term. Bader et al., (2019) argue that writing portfolios
make learning “concrete and visible, and they are evidence of knowledge, skills, and
dispositions”. Furthermore, writing portfolios include “higher levels of thinking through inquiry
and revision” (p. 1018). Hamp-Lyons and Condon (2000) suggest three main categories that
define portfolios: collection, reflection, and selection. Collection does not mean merely
collecting texts, but keeping track and working to improve drafts. Reflection is often linked to
self-assessment and self-regulation. Selection is also a form of reflection, where students have to
decide which texts they are most satisfied with and what they have learned over a longer period
of time.
As a format for instructing students on writing and providing feedback for improving
writing, satisfy the conditions outlined by Sadler (1989) for a socially constructed, effective
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feedback. First, the framing of a writing portfolio necessitates that teachers make explicit to
students the knowledge of the standards required to satisfy the conditions of the writing
assignment (Nicol & Macfarlane-Dick, 2006). This happens at the onset of the assignment, in
which a teacher would provide explicit instructions and explanations of the writing process as
well as exemplars of the assignment. Teachers also can provide students with the assessment
material and criteria – for example, a standards-based rubric for the assignment – to discuss and
clarify in dialogue with students. Furthermore, since portfolio assignments necessitate multiple
revisions, teachers can provide feed-forward feedback on writing drafts, allowing further
clarification on the assignment standards and how student performance measures up to those
standards. This allows both the teacher and the student to construct a better understanding of the
standards and work together to produce a plan that will allow students to demonstrate their
understanding of their ability and how to improve (Bader, et al., 2019).
Secondly, portfolios provide students with the time and opportunity to reflect on and
analyze their writing after receiving feedback (Nicol & Macfarlane-Dick, 2006). This reflection
time allows students the opportunity to compare their own work to the standards and determine
where and how their writing falls short of the standards, or where they can make improvements
to better satisfy the standards. During this time, students would once again be encouraged to
spend time constructing understanding of the feedback they received, clarifying through dialogue
between teachers and peers how to better understand and utilize the feedback (Cowan, 1999).
Finally, the curation of the final portfolio necessitates that students determine a set of
actions to take to close the gap between their writing performance and the assignment standards.
According to Bader et al. (2019), the final selection of written pieces for the portfolio requires
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students to “decide which texts they are most satisfied with and what they have learned over a
longer period of time” (1018).
Cole (1990) explains that a social constructivist view of learning argues that knowledge
is shaped and evolves through increasing participation within different communities of practice.
The multiple stages of writing, reflection, revision, and selection that require collaboration and
interaction between students, peers, and teachers make writing portfolios an appropriate
framework for meeting the conditions of a socially constructed learning experience.
Summary
Getting feedback for writing is considered one of the most important factors for how
students can learn and improve (Adcroft 2011). However, teachers often provide students with
written feedback that is unusable, unclear, or ineffective in helping students understand how to
better improve their writing (Van Heerden 2017). Much of the problems in the misunderstanding
of assessment comes from a gap in understanding of the purpose of feedback between instructors
and students. Rust et. al (2005) posit that the problems of current practice could be overcome and
the student learning experience greatly enhanced if a social constructivist approach is applied to
the assessment process. A social constructivist view of learning argues that knowledge is shaped
and evolves through increasing participation within different communities of practice (Cole,
1990). Rust asserts that “acquiring knowledge and understanding of assessment process, criteria
and standards needs the same kind of active engagement and participation as learning about
anything else” (p. 232). Feed forward feedback within the context of a portfolio assignment
structure allows students to: attain clear knowledge of writing standards; compare those
standards to one’s own work; and take action to close the gap between the two (Sadler, 1989).
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Creating effective written feedback comes first with providing explicit assessment criteria
to the learners (Biggs, 1999). O’Donovan et al. (2001) shows, though, that no greater
understanding will come about unless students actively engage with that criteria in some way.
Walls and Kelley (2016) assert that peer review can be implemented in a social-constructivist
classroom to help students discuss, engage with, and utilize writing and assessment criteria.
Once the learning conditions for socially-constructed standards and assessment criteria
have been met, teachers must provide feedback that is formative and usable. Nicol and
Macfarlane-Dick (2006) have outlined several principles and qualities that teachers should aim to
satisfy in their written feedback. This qualities include: Feedback that is growth-focused and that
seeks to explain and be useful for improving a student’s future writing (Higgins & Hartley,
2002); Feedback that is student-accommodating, meaning that it provides a balance towards
positive assurance that gives students the confidence to tackle problems (Ferguson, 2011);
Feedback that promotes a student’s self-assessment and reflection (Jackson & Marks, 2016);
Feedback that is returned in a relevant timeline (Ferguson 2011) of “two to three weeks with two
weeks by far the preferred time” (p. 58).
Bader et al. (2019) found a successful structure for student writing guided by formative
feedback in the form of portfolios. A writing portfolio is a limited collection of a student’s
writing for evaluation. It is different from the traditional writing assignment with is disparate, or
a writing folder that contains all of a student’s work; a portfolio contains only a student’s best
writing efforts and accomplishments (Burner, 2014). Because portfolios involve frequent drafts
and revisions, students produced final assignments that they were satisfied with because they
were able to continuously reflect on and use the transversal skills and knowledge gained by
working on assignments throughout the course of a semester (Bader et al., 2019).

34
According to Lee (2011), self-and peer assessment, formative feedback through multiple
drafting, and portfolios are ways of realizing formative assessment in the classroom. Such
classroom activities allow “reflection, interaction and opportunities to return to one’s text and
improve it” (p. 1018). Thus, writing portfolios in a social-constructivist classroom satisfy
Sadler’s learning conditions for students to effectively use formative feedback: (1) knowledge of
the standards; (2) having to compare those standards to one’s own work; and (3) taking action to
close the gap between the two.
Conclusion
Research has shown that teachers often provide students with written feedback that is
unusable, unclear, or ineffective in helping students understand how to better improve their
writing. The literature demonstrates that, instead, teachers should focus on written feedback that
makes clear to students how they can improve their writing to satisfy assigned writing standards,
with specific explanations for how to do so. Teachers should write feedback that promotes selfassessment and reflection, and promotes dialogue between different social groups and
interactions in the classroom to clarify meaning. Teachers should return feedback in a timely
manner, allowing students to incorporate what they have learned from feedback into future drafts
or future writing assignments. Teachers can effectively meet this feedback criteria within a
social-constructivist framework, and utilizing a writing portfolio assignment structure. This
project seeks to give instructors a framework and guide for providing effective, formative written
feedback that satisfies the aforementioned conditions. This project also seeks to provide a sample
series of assignment descriptions, student reflection resources, and suggested timeframes for
creating and returning written feedback to students.
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Chapter 3: Project Description
Introduction
Getting feedback for writing is considered one of the most important factors for how
students can learn and improve (Adcroft 2011). However, research has shown that both students
and teachers alike have misgivings about the role of feedback and its uses (VanHeerden 2017).
There are many factors that may influence these shortcomings - one of the most important of
which is a dissonance caused by the differing mythologies of feedback (Adcroft 2011). Hillocks
(2005) found that when leaving feedback on student work, teachers comment predominantly on
grammar and mechanics in student writing, commenting less on content and/or ideas. Feedback
is often too late, too general, too vague, too negative, too hard to understand, not detailed
enough, and/or hard to act upon (VanHeerden 2017). Teachers spend too much time writing
feedback that students, essentially, don’t know what to do with - thus, defeating the purpose for
both parties. Therefore, in order to aid students in improving their writing, teachers need to
develop a system of actionable, timely, and formative feedback.
To deliver effective feedback, teachers must understand the importance of dedicated class
time for students to receive, reflect upon, and act upon the given feedback. This project will
allow for teachers to learn about the general context and function of an English language arts
class that structures its writing instruction around a portfolio of curated student writing samples
rather than disparate, one-off assignments. The writing portfolio provides a crucial context for
understanding and giving out feed-forward feedback because it allows students ample time to
incorporate what they have learned from feedback into their writing throughout a given class
term. This project will include components that outline the various resources teachers can and
should use when crafting feed-forward feedback for student writing.
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Project Components
This project will be utilized in the context of an English Language Arts classroom in
which students continually write, revise, and curate assigned pieces of writing, a number of
which will be selected by the student to be included in their writing portfolio. Writing portfolios
are a tool that promote the revision of writing over time, as they give students the opportunity
and class time necessary to revise and re-submit assignments throughout the term, or throughout
the curation of the finished collection of fully-revised pieces of writing (Lee, 2011). A set
number of selections – determined by the teacher – will be added to the students’ writing
portfolio each term. By allowing the students the time and autonomy to revise and curate a set of
their writing over time, the teacher will be able to create a classroom environment in which
proper class time and instruction can be given as to how to understand teacher feedback on
writing, reflect on teacher feedback, have dialogue about feedback, and ultimately use that
teacher feedback to feed-forward into stronger writing for an authentic purpose.
When considering effective feedback for a writing assignment, a teacher must first make
explicitly clear to students what the expectations of the assignment are, the standards and skills
that will be assessed, and how those standards and skills will be assessed; in other words,
knowledge of standards. A sample assignment Change, Choice, Pain: A Memoir (Appendix A)
offers teachers a framework for an assignment that makes explicitly clear the content,
expectations, and desired outcomes of the assignment. In addition to an overview of the
assignment, teachers should also make explicitly clear what specific steps students can take to
keep track of their thinking and self-monitor the skills they are incorporating into their writing in
order to show mastery of the assigned standards. The Change, choice, Pain: Student Checklist
(Appendix B) offers teachers a framework to demonstrating to students how they can take these
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practical and measured steps toward mastery of the assigned standards. Finally, to fully
understand the expectations and make a tacit understanding of good writing explicit, teachers
should provide students with an exemplar text to study. The exemplar text is a completed
example of the assignment that will allow students to compare completed standards to their own
work. This comparison will help students better understand the potential gap in quality or
mastery between their writing and a sample that has satisfactorily met or exceeded the desired
outcomes of the standards, and will help play a role in students taking action to close the gap
between the two. The Sample Exemplar Text (Appendix C) provides teachers with a completed
exemplar of the Change, Choice, Pain: A Memoir writing assignment.
In addition to having access to and understanding of the assignment and an excellent
version of it to study, teachers must also engage students in a dialogue about the assessment
process. Teachers must make clear how students will be assessed in order to bridge the
understanding gap (Adcroft, 2011) and better prepare them for how to utilize the feedback they
will be given on their writing. Teachers will then supply students copy of a blank standardsbased rubric (Appendix D) to understand what will be assessed. The Blank Standards-Based
Rubric also provides teachers with a framework for presenting feedback in a rubric that is
structured to make clear to students what they should be doing with the feedback. It also serves
as a structure – and reminder – for teachers about how to write and structure their feedback in the
first place.
Teachers should give students a copy of a completed standards-based rubric to
understand how the teacher assessed the exemplar. The Completed Change, Choice, Pain:
Memoir Rubric (Appendix E) provides teachers with an example of what such a completed
rubric with quality feed-forward feedback would look like. Students should also be given time in
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class to study the exemplar, the feedback, and discuss with both peers and the teacher any
questions they had about the assessment that was given to the exemplar piece.
Once the expectations of the assignment are understood, conditions set in place, and
students have begun the writing process, teachers must understand how they will give feedback
and what it should include. The Teacher Guide for Feedback on Student Writing (Appendix F)
provides a guide to teachers as to what they should focus on and respond to in a student’s piece.
By using the principles outline in the guide, teachers will provide ample, clear, and usable
feedback that will allow students to feed-forward into the next portion of the assignment, or the
next writing assignment altogether.
Although crafting well-structured formative feedback may be time consuming, teachers
should aim to return feedback to students as timely as possible. The Sample Calendar for
Feedback Timeliness (Appendix G) provides teachers with a proposed outline of how much time
should be spent on giving feedback to pieces of student writing. However, while time spent
giving feedback may increase or decrease depending on the length and rigor of the assignment, it
is crucial that the feedback be returned to students in a timeframe in which they can either still
incorporate the feedback into a revised version of the assignment itself, or at the very least before
the next writing assignment has begun. To accommodate for this, and ensure students are given
time to consider their progress and make revisions, it is wise for teachers to structure their
writing assignments into two-part drafts, allowing for an initial set of feedback for the first draft
and allowing students to reflect and revise in class to prepare for their final piece.
Teachers must provide dedicated class time to ensure students not only receive feedback
but process it as well. Student reflection on feedback is crucial to the revision and formative
learning process. The Student Reflection of Feedback form (Appendix H) will serve as a tool for
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processing their thoughts and plans regarding the feedback and how it will play a role in future
writing. It can also serve as a record of student learning for the teacher, allowing them to adapt
and differentiate their teaching to best help their students. The teacher should also have class
time dedicated to conferencing with students about the reflection to ensure there is understanding
and that next steps for improvement are clear and actionable. While revisions are being made,
there is benefit in having students engage in peer-review. This will allow students to demonstrate
their understanding of feedback and assessment themselves as well as allowing them glimpses
into the writing processes and understanding of their peers. During the peer-review process,
teachers can provide students with the Student Editing Checksheet (Appendix I) which will allow
students to keep track of surface-level revisions: conventions, mechanics, spelling, etc. Walls and
Kelly (2016) show that students are concerned about these matters and that peers maybe be more
readily equipped to provide proper feedback on such standards than they might be with the
overarching standards of the project. Providing this form as a separate assignment or resource
also allows teachers the benefit of providing feedback predominately aimed at helping students
improve the content and ideas involved in their writing.
By integrating all of these elements into an English Language Arts classroom centered
around developing a curated portfolio at the end of the term, teachers will be able to allow
students an appropriate amount of time and opportunities to integrate what they have learned into
their final selected pieces. By giving students the responsibilities of curating and selecting their
pieces of writing, they also give students the opportunity to reflect on their own learning and
practice metacognition. This process not only allows students the opportunity to become better
writers by incorporating feed-forward feedback, but also become self-motivated learners.
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None of the efforts outlined thus far do any good unless there is evidence that the teacher
feedback is being used, understood, and actually making students more effective, proficient
writers. For feedback to be truly formative, teachers must take efforts not only to assess student
writing for quality, but as a tool to determine their teaching going forward. The Student Proof of
Revision and Reflection Form (Appendix J), to be completed for any piece of writing a student
selects for their end-of-term portfolio, provides teachers with a framework for determining not
just the impact of their feedback on the completed piece, but on the growth of the individual
writer as well. This form will not only provide students with the opportunity to reflect on how
they have grown as a writer and how they learn, but also provide the teacher with information to
determine what steps may need to be taken to adapt their teaching to best suit their students’
needs.
Project Evaluation
The writing and learning process itself requires consistent and ample evaluation to
determine whether teaching or feedback methods need to change course. To determine whether
the type of feed-forward feedback outlined in the Teacher Guide for Feedback on Student
Writing is beneficial for student writing, teachers will need to have consistent dialogue with
students to ensure that the understanding gap has been bridged. In these dialogues, teachers
should hope to see that students demonstrate understanding of the feedback, are creating
measurable and beneficial action-points for future revisions or future assignments, and are
ultimately following through on those action points.
To keep a record of these student understandings, reflections, and milestones, teachers
can consult the completed Student Reflection of Feedback Forms (Appendix H) that are filled out
upon the return of any teacher feedback, as well as the Student Proof of Revision and Reflection
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Form (Appendix J) upon the completion of any written piece that has been selected to be a part
of the finished writing portfolio. Monitoring student growth in specific writing skills and
standards throughout the term, culminating in a finished body of selected pieces of writing, will
be a good indication of how these principles of feed-forward feedback impact student writing
growth.
Project Conclusions
Feedback plays an integral role in students’ learning and development, because it can
make the tacit expectations of writing assignments explicit, which aids in students becoming
successful writers – as well as learners (van Heerden 2017). Walker (2009) states:
Information about the gap between actual and reference levels is to be considered as
feedback only when it is used to alter the gap. It indicates the importance of the
comments being such that students are in fact able to use them to alter the gap – that is,
the importance of the comments being usable by students. (p 76)
Quinton and Smallbone (2011) elaborate that once this information about the desired
standards and the gap between them and the student work is made clear, it is crucial that students
have the time to properly reflect on that feedback and internalize it, which this project provides.
By reflecting on this feedback, students not only provide teachers with a record of successes and
failures in teaching strategies – and a basis for which to adapt that teacher – but also provide
students with a better sense of ownership of their own learning. This process is not only
formative, but also coincides with an effective socioconstructivist theoretical framework. Rust et
al. (2005) echoes that:
It is especially important to emphasize that the two parties – teacher and student – should
not be seen as separate but as two halves of one dynamic system, each informing the
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other, ideally at every stage, with common understanding being shaped and constantly
evolving within a community of practice. (p. 236)
Using this project to facilitate and maintain this dynamic system, teachers will be able to work
alongside students to ensure their understanding of writing is being shaped and constantly
evolving, and will help in closing the gap in standards and improve their writing.
Nicol and Macfarlane-Dick (2006) conclude that “If students are to be prepared for
learning throughout life, they must be provided with opportunities to develop the capacity to
regulate their own learning as they progress through higher education” (p 215). This project has
identified ways in which formative assessment and feedback might be implemented so as to
support this development through student writing, and allow students to become self-regulated
learners throughout their adult lives.
Plans for Implementations
This process for teacher feedback on writing and student reflection on that feedback is a
process and set of guidelines that can be implemented in a wide range of classrooms. Providing
feedback and opportunities to reflect and act upon it has a positive impact on closing the
understanding gap, no matter the age. This project is intended to give teachers a framework and
tools to help students more firmly grasp assessment standards, understand them, and learn how to
incorporate them into their own writing after critical reflection and dialogue. On the whole, this
project is meant to help teachers open a feedback loop with students that will allow them to gain
a stronger sense of self-regulation over their own writing and their own learning. Many of these
resources can be used for any secondary learning classroom. The sample assignments,
reflections, documents, and calendar are intended for an 8th grade English Language Arts class in
Ada, Michigan. This project is intended to help teachers better understand how to make the most
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out of their time and effort spent on writing feedback on student writing, providing them a guide
that will enable them to write clear, specific, and informative feedback that will feed-forward
into student learning and help students improve their writing. The project is also intended to
provide teachers with tools and processes that will allow them to assess the impact of their
feedback on student writing and learning, and to provide them with a body of material that will
allow them to adapt their instruction and feedback formatively.
Teachers who work to implement this system of feedback and reflection instruction will
be able to provide the support and encouragement to other teachers. Through the course of
personal evaluation and reflection, teachers will be more confident in influencing others to see
the benefit of incorporating feed-forward feedback and reflection into the classroom, as well as
providing students with the tools, resources, and dialogue they need to understand the
expectations, values, and uses of feedback. In turn, this will allow other teachers to also construct
formative instruction that will allow students to become aware of and regulate their own
learning, and ultimately become more proficient writers.

44
References
Angelo, T. & Cross, P. (1993) Classroom assessment techniques (Jossey-Bass)
Arts, J. G., Jaspers, M., & Joosten-ten Brinke, D. (2016). A case study on written comments as a
form of feedback in teacher education: so much to gain. European Journal of Teacher
Education, 39(2), 159–173. https://doi.org/10.1080/02619768.2015.1116513
Bader, M., Burner, T., Hoem Iversen, S., & Varga, Z. (2019). Student perspectives on formative
feedback as part of writing portfolios. Assessment & Evaluation in Higher
Education, 44(7), 1017–1028. https://doi.org/10.1080/02602938.2018.1564811
Biggs, J. (1999) Teaching for quality learning at university (Buckingham, SRHE & Open
University Press).
Burner, T. 2014. “The Potential Benefits of Portfolio Assessment in Second and Foreign
Language Writing Contexts: A Review of the Literature.” Studies in Educational
Evaluation 43 (4): 139-49
Cole, M. (1990) Cognitive development and formal schooling; the evidence from cross-cultural
research, in: L. Moll (Ed.) Vygotsky and education: instructional implications and
applications of sociohistorical psychology (Harvard University Press).
Crisp, B. R. (2007). “Is it worth the effort? How feedback influences students’ subsequent
submission of assessable work” Assessment & Evaluation in Higher Education 32 (5):
571-581
Cowan, J. (1999) Being an innovative university teacher (Open University Press).

45
Forbes, D. A. & Spence, J. (1991) An experiment in assessment for a large class, in: R. Smith
(Ed.) Innovations in engineering education (Ellis Horwood).
Freeman, R. & Lewis, R. (1998) Planning and implementing assessment (Jessica Kingsley).
Gibbs, G. (1999) Using assessment strategically to change the way students learn, in: S. Brown
& A Glasner (Eds) Assessment matters in higher education: choosing and using diverse
approaches (Open University Press).
Hamp-Lyons, L., and W. Condon. (2000) Assessing the portfolio: Principles for practice, Theory
and research. Hampton Press, Inc.
Higgins, R.A., Hartley, P. & Skelton, A. (2001) Getting the message across: the problem of
communicating assessment feedback, Teaching in Higher Education, 6(2), pp. 269-274
Higgins, R., Hartley, P., & Skelton, A. (2002). The Conscientious Consumer: reconsidering the
role of assessment feedback in student learning. Studies in Higher Education, 27(1), 53.
https://doi.org/10.1080/03075070120099368
Huba and Freed (2000) Learner-Centered Assessment on College Campuses: Shifting the Focus
from Teaching to Learning.
Jackson, M., & Marks, L. (2016). Improving the effectiveness of feedback by use of assessed
reflections and withholding of grades. Assessment & Evaluation in Higher
Education, 41(4), 532–547. https://doi.org/10.1080/02602938.2015.1030588

46
Lunsford, R. (1997) When less is more: principles for responding in the disciplines, in: M.
Sorcinelli & P. Elbow (Eds) Writing to learn: strategies for assigning and responding to
writing across the disciplines (Jossey-Bass).
Murtagh, L., & Baker, N. (2009). Feedback to Feed Forward: Student Response to Tutors’
Written Comments on Assignments. Practitioner Research in Higher Education, 3(1),
20–28
Nicol, D., & Macfarlane, D. D. (2006). Formative assessment and self‐regulated learning: a
model and seven principles of good feedback practice. Studies in Higher
Education, 31(2), 199–218. https://doi.org/10.1080/03075070600572090
O’Donovan, B., Price, M. & Rust, C. (2001) The student experience of criterion-referenced
assessment through the introduction of a common criteria assessment grid. Innovations in
Education and Teaching International, 38(1), 74-85.
Orsmond, P., Merry, S. & Reiling, K. (2002) The use of formative feedback when using student
derived marking criteria in peer and self-assessment, Assessment & Evaluation in Higher
Education, 27(4), 309-323
Powell, K. C., & Kalina, C. J. (2009). Cognitive and social constructivism: developing tools for
an effective classroom. Education, 130(2), 241–250.
Quinton, S., & Smallbone, T. (2010). Feeding forward: using feedback to promote student
reflection and learning - a teaching model. Innovations in Education & Teaching
International, 47(1), 125–135. https://doi.org/10.1080/14703290903525911

47

Rust, C., O’Donovan, B., & Price, M. (2005). A social constructivist assessment process model:
how the research literature shows us this could be best practice. Assessment & Evaluation
in Higher Education, 30(3), 231–240. https://doi.org/10.1080/02602930500063819
Sadler, D. R. (1989) Formative assessment and the design of instructional systems, Instructional
Science, 18, 145-165.
Sadler, D. R. (2010). Beyond feedback: developing student capability in complex
appraisal. Assessment and Evaluation in Higher Education, 35(5).
https://doi.org/10.1080/02602930903541015
Saunders, M. & Davis, S. (1998) The use of assessment criteria to ensure consistency of
markings: some implications for good practice, Quality Assurance in Higher Education,
6(3), 162-171.
Smith, H., Cooper, A., & Lancaster, L. (2002). Improving the quality of undergraduate peer
assessment: A case for student and staff development. Innovations in Education and
Teaching International, 39(1), 71-81.
Walker, M. (2009). An investigation into written comments on assignments: do students find
them usable? Assessment & Evaluation in Higher Education, 34(1), 67–78.
https://doi.org/10.1080/02602930801895752
Walls, L., & Kelley, J. (2016). Using student writing reflections to inform our understanding of
feedback receptivity. Issues in Applied Linguistics, 20(1), 91–110.

48
Appendices
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“Change, Choice, Pain: Memoir Assignment” Descriptions and Instructions
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Change, Choice, & Pain - Assignment Description

For this second memoir, you will be centering your writing around a memory, experience, or period of your life in
which you experienced one or a combination of the three words in the title.
Click here for the checklist
●

●

●

Change: Has there been a time in your life where you, someone you know, or something in your life went
through a change?
○ Things to consider
■ A change of scenery (moving, schools, a room in your home, a significant passing of
seasons, moving from in-person school to online)
■ A change of relationships (friendships, family, teammates)
■ A change of pace (adapting to new parts of school, a family members’ new job, changing
expectations as you grow older, changes in responsibilities)
Choice: Has there been a time in your life where you or someone you know had to make an important
choice?
○ Things to consider
■ A time where you had to choose sides in a conflict
■ A time where you were pressured to do something you didn’t want to
■ A time you had to face a fear
■ A choice about the future (a class to take, a school to go to, a sport to try out for)
■ A choice you made that turned out very well, or very poorly.
■ A small choice that made a big difference.
Pain: Has there been a time in your life where you experienced some sort of physical or emotional pain?
○ Things to consider:
■ An injury that was difficult to deal with
■ Have you ever witnessed a loved one dealing with pain? How were they affected? How
did they come through it?
■ A moment, experience, or thing that caused you fear, sadness, or anxiety
■ The bittersweet: something you knew was good, but still tinged with a little sadness

The Result (aka: the theme)
We have been discussing how conflict spurs growth in characters in literature. Since your memoir is a literary
account of a part of your life, you will want to emphasize how the events and memories you write about helped you
to grow in some way.
● How have you changed?
● How are you different?
● What have you learned?
● How has your view of the world changed?

Created by Adam Huttenga, 2022
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Change, Choice, Pain - Memoir Logistics

Some things to keep in mind for your writing: both for an effective story and an effective grade.
Mechanics (Nit-Picky Stuff)
● Font: Times New Roman, Size 12
● Double - Spaced
● 2 pages minimum - 5 pages maximum.
● Title: Times New Roman Size 12
● Remember - paragraphs are a thing. Indent!
● Proper capitalization: Names, Schools, Titles (Movies, Books, Etc), Religions, etc.
● Proper punctuation.

Content (Ideas & Techniques)
● An interesting, literary lead. Use one of the techniques from the “Narrative Leads” document on Moodle.
● You’ll still need to remember to indent with each new paragraph, and whenever a new line of dialogue
begins.
● Things to Include
○ Theme (The “So What”?) (THE BIG ONE): What is the overall lesson, moral, or point of the story?
While a memoir is an account of a specific event that happened to you, it should reveal certain
themes or truths that your audience can connect to.
■ Need reminders on the theme? Refer back to this video we studied in class. Remember:
there is a big difference between the topic of the essay and the theme of the essay!
■ For a more streamlined method of coming up with a theme, check out this slide.
○ Your unique voice - remember, this is you telling the story. Let your personality really come
through in this piece, because it’s a lot less formal than a 5-paragraph essay. Use humor,
hyperbole, romanticism, sweetness, anger, sarcasm - whatever suits you best.
○ Imagery - Does the story feel real to you reader? Be sure to incorporate plenty of sensory details
(sight, sound, touch, taste, smell).
○ Thoughts & Feelings - what was running through your mind in the midst of this story? Did you
have an inner monologue with yourself? What were the emotions you were experiencing? Be
sure to give your reader that insight.
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“Change, Choice, Pain: Memoir Assignment” Student Checklist
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Name:_____________________________

HMRM_________

“Change, Choice, Pain”: Memoirs Checklist
Formatting Stuff
My memoir is correctly formatted, meaning:
❏ It is writing in Times New Roman, Size 12 font
❏ It is double-spaced
❏ It has a title that is centered at the top and is also Times New Roman, Size 12 font. There are no
extra spaces between the title and the rest of the story.
❏ Each new paragraph is indented
❏ It is at least two full pages in length
Procedural Stuff (things I did to prepare)
❏ I have read over the example memoir “Letting Go” to help understand how to write my memoir as
literature (like a book or story) rather than an essay
❏ I have read through the document “How to Start a Memoir” on Moodle
❏ I have used one of the four Narrative Leads styles from the above document
❏ I am using the _________________________ style of narrative lead
❏ I have read through the document “Transitions” on Moodle
❏ I have used some of the transition words or phrases from the above document to smoothly move from
one paragraph to another
❏ I have read through the document “A Dozen Approaches to Conclusions” on Moodle
❏ I have used at least one of the conclusion techniques listed in the above document
❏ I am using this technique to end my memoir:__________________________
❏ I have looked through the list of vivid verbs to make compelling selections, and I use strong verbs and
adjectives in every micro-memoirs to help create sensory details (see tips document on the instructions
page).
Techniques and “Big Ideas”
❏ My memoir has three instances of dialogue between characters. The dialogue is correctly formatted with
proper punctuation and indents where necessary.
❏ My memoir has transitions between each paragraph
❏ In my memoir, I have included sentences that evoke at at least three of the five senses:
❏ Sight
❏ Sound
❏ Touch
❏ Taste
❏ Smell
❏ I have looked through the list of vivid verbs to make compelling selections, and I use strong verbs and
adjectives in every micro-memoirs to help relay my thoughts and feelings (see instructions page for more
details and examples)
❏ I have double-checked my micro-memoirs for correct capitalization, especially for names and the word “I”
❏ I have double-checked my memoir for correct punctuation
❏ I have double -checked my memoir for sentence fragments.
❏ I have double-checked my memoir for run-on sentences.
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Sample Exemplar Student Text
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Sample Exemplar Text
Lockdown
By Will Filicki
When I woke up that morning, on March 13, 2020, it felt pretty normal. At least it did
feel normal until I was getting dressed and I looked out of my bedroom window and realized that
it’s a lot lighter outside than it usually is. I looked at the time and it seemed that school had
already started. I went downstairs to tell my dad but instead he told me, “No school today. Not
for three weeks.” And at the time it seemed amazing!
I leapt for joy thinking that this would be one of the greatest moments of my life. I felt
weightless! My heart raced with excitement and I didn’t have a single worry in my mind. It felt
like a slight cool breeze on a hot summer day. And for a week it felt nice sleeping in, doing
whatever I wanted around my house, hanging out with my neighbors even though we were
supposed to be quarantined, and having no homework.
That’s when online school came into the picture. It’s not that it was difficult to do, but it
was definitely difficult to experience. I then realized that when three weeks were up, we weren’t
going back to school, and I wasn’t going to see my friends again this year. Hanging out with my
neighbors got a lot stricter and being six feet apart from everyone was infuriating.
You wouldn’t think putting a piece of cloth on your face to go to a public place would be
that hard, but in a way it changed who I was during this lockdown. Face masks divided me from
others, and it made me feel all panicky inside. Some people were completely fine with wearing
masks and even got used to it, but it never felt normal to me. It made me feel like the world
would never be the same again.
Today, life still isn’t the same. There’s still masks and social distancing, but I can say that
it’s slowly improving. The day before the lockdown was completely different than what was
coming up because in a single night, the world completely shut down. It was the biggest change I
had ever experienced and I didn’t fully understand what was even going on at first. I didn’t
understand how many activities, traditions, and relationships I was taking for granted and the
roles they played in my life that I felt like I couldn’t live without.
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Before sixth grade, I had lots of friends but my little brother would always say, “New
year, new friend group.” It drove me crazy but it was true. The only real friends I had and the
only ones I really loved and trusted were two girls in my neighborhood whom I’ve known since
we were five. And when sixth grade came along, I did have a new friend group. This one was
different though. Now that they were my friends, I actually wanted to get up and go to school
everyday. I didn’t have a bad attitude all of the time anymore and I didn’t ever go home in tears
after school. We barely ever fought and always had each other’s backs.
Of course the year I finally have good friends, they’re taken away from me. This is what
wrecked me. It felt like my heart had gained ten pounds, it felt like trying to choke down a
spoonful of cinnamon, like being chained to the bottom of the ocean gasping for air but only
water enters your lungs slowly ripping them apart. It was an inexplicable feeling of pain and
loneliness. Seeing people through a screen didn’t compare to seeing them in real life. It didn’t
even count. And they agreed with me.
Of course we still texted each other, but we decided to send each other letters deep in
detail about our feelings, what we’ve been doing in quarantine, and how much we’ve missed
each other. It was better than anything we could’ve sent each other through a phone, but it still
didn’t feel the same.
I got so lonely. Most of my time was spent locked up in my room doing school or texting
my friends. If I wasn’t doing that then I’d be trying to hang out with my neighbors. My parents
and their parents understood that us three literally couldn’t live without each other, but they also
had to obey the law. And as summer got closer, the less I even cared about getting COVID, and
them as well.
I remember the first night it happened. I went up to my room one night after I got all of
my school done for the day and since tomorrow’s work was posted, I did that too. My dad had
the news on and it seemed that COVID was getting worse. So when I went up to my room,
without expecting it, I started shaking. I kept shaking harder and harder and it became impossible
to breathe. No matter how hard I tried to catch my breath it just got harder and faster. My eyes
blurred and flooded with tears and I couldn’t control it. I felt like my entire body locked up, I felt
like the floor was collapsing at my feet, the taste of blood flooded my mouth every sound I heard
was muffled and high pitched. My heart rate was suddenly so fast and I was so afraid.
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Even though I was lonely without my friends, there were people in my house that I’m so
thankful I had around. My dad who could always make me laugh, my mom who helped me
through the hardest parts of quarantine and worked through them with me, and Madeline, who
was living with us at the time and always said to me, “You’re the little sister I never had.” She’s
the big sister I never had.
Covid ruined lots of peoples lives. My life wasn’t even close to being ruined. My faith
was, though. By the middle of quarantine I had a hard time believing in God. Tons of Christians
stayed true to their faith throughout the misery. I just gave up. So you shouldn’t give up on Jesus
even when times are hard. It makes you feel like your life has no meaning and it’s so depressing.
Thankfully, because of the people in my life, I have my faith figured out. Sometimes I still
struggle with it but I know that God’s there to help me.
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Author:
Change, Choice, Pain Memoir
Criteria:

Meets
Target?

What was done well?

What can feed-forward to
other assignments?

Demonstration of Thoughts & Feelings:
Author convincingly explains and shows their
reactions, thoughts and feelings about the events in
the memoir
Eg: Instead of simply saying “I was scared”, author uses
“My heart was pounding in my chest” or “My stomach
churned with anticipation”

Imagery
Memoir contains consistent and strong examples of
sensory details and figurative language to construct a
convincing world and experience
-Specific images, sounds, tastes, textures, and smells
-Strong verbs are used in variety

Theme:
Through this experience, the author consistently,
clearly and/or implicitly demonstrates a lesson or
insight related to at least one of the following::
●
How the author has grown or changed as a
person
●
An important lesson about life they learned
from the experience
●
How the author views the world differently
because of the experience

Dialogue:
The author has included at least 3 instances in which
dialogue between characters is exchanged. The
dialogue is formatted correctly (eg: indented when
appropriate, quotations and commas included, etc)

Overall Impression

Legend

Exemplary - candidate for
future examples for students

Nearly all requirements met

Developing

Important or all elements seemingly
missing
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Appendix E
Sample of Completed Standards-Based Writing Rubric

Author: Student name redacted
Change, Choice, Pain Memoir
Criteria:
Demonstration of Thoughts & Feelings:
Author convincingly explains and shows their
reactions, thoughts and feelings about the events in
the memoir
Eg: Instead of simply saying “I was scared”, author uses
“My heart was pounding in my chest” or “My stomach
churned with anticipation”

Meets
Target?

Comments:

Your essay is very introspective, but it never gets bogged down with over-explainy prose. You write about your emotional and
mental state very well, especially in the moments when you are describing physical aspects of your emotions
eg:It felt like my heart had gained ten pounds, it felt like trying to choke down a spoonful of cinnamon, like being chained to the bottom of
the ocean gasping for air but only water enters your lungs slowly ripping them apart. It was an inexplicable feeling of pain and
loneliness
Awesome work!

Imagery
Memoir contains consistent and strong examples of
sensory details and figurative language to construct a
convincing world and experience
-Specific images, sounds, tastes, textures, and smells
-Strong verbs are used in variety

Theme:
Through this experience, the author consistently,
clearly and/or implicitly demonstrates a lesson or
insight related to at least one of the following::
●
How the author has grown or changed as a
person
●
An important lesson about life they learned
from the experience
●
How the author views the world differently
because of the experience

Dialogue:
The author has included at least 3 instances in which
dialogue between characters is exchanged. The
dialogue is formatted correctly (eg: indented when
appropriate, quotations and commas included, etc)

Overall Impression
Overall score: 19/20

Your theme is made very clear at the end, and in those moments you write about it very honestly powerfully. This is a very good
first step in infusing your writing with meaning and insight into your life, and you should feel very good about that!
Because you are a good writer, I’d like to challenge you to take the next step in future work: set up elements of your theme
consistently leading up to the conclusion. In your final paragraph, you discuss the importance of remaining strong in your faith
through difficult times. This is a good message, and you do implicitly – and powerfully – discuss many elements of the lockdown
and general state of the pandemic that may be the basis for a shaken faith. In the future, consider writing out hints of that
explicitly. Where did the doubts in Christ start (or where do you think you may have started)? What eventually turned things
around? Did you have conversations about this?
Again, these are not strikes against this essay, but rather a next step in your writing journey - because you are very good at it and
I think you can meet this challenge :)

Again, because you are a strong writer, I would like to see you as a character (and maybe some of the others you’ve referenced,
like your family and friends) speak aloud a little longer - in particular, some instances of back-and-forth discussion could really
give yourself more of a character feel rather than solely the narrator of the story. This distinction between narrator-you and
character-you will also help your reader see that you have changed which will also strengthen the impact of your theme.

This is one of the strongest (if not the strongest) essays I’ve read about the pandemic. You’ve managed to write about it in a way
that intuitively understands just how much time to spend on each aspect. This made it feel very natural and easy to read, and it
was emotionally powerful too. Great work!

1
Legend

Exemplary - candidate for future examples for
students

Nearly all requirements met

Developing

Important or all elements seemingly missing

Created by Adam Huttenga, 2022

Appendix F
Teacher Guide for Feedback on Student Writing
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Teacher Guide for Feedback on Student Writing
Overarching principles:
● Give feedback to students in a timely manner. Unless an exceptionally large project, feedback should be
returned no later than fourteen days after the piece’s submission
● Ideally, feedback should be returned:
○ Before the completion of another/final draft of a project
○ Before initiating a new piece of writing - students should be able to utilize what they’ve learned
from your feedback in the previous piece to improve the current piece
● Feedback comments should be about
○ The overall effect of the written piece as a whole
○ The effect a specific standard has (or may have) on the written piece as a whole
○ The reader’s experience and impression
○ The overarching standards and expectations of the assignment, and why those standards were or
were not satisfied
● Feedback comments should not:
○ Be about grammar and mechanics - this can be done in the “Student Editing Checksheet”
○ Point out an error without explaining how it can be improved
○ Exemplify what is missing in a written piece/assignment
Pattern to follow for individual comments:
● Commend student’s attempt at standard (if attempted).
● Suggest next steps for improving or including specific standard in current or next piece of writing
● Explain anticipated effect on pieces as a whole or on the reader’s experience
● Refer to example of effective use of specific standard in exemplar text or other resource that would
demonstrate to student how to incorporate/improve the standard
● Prompt follow-up with teacher to ensure feedback is being acknowledged, incorporated and understood.
Quantity of comments:
● Give at least two comments matching the pattern above - these comments should commend attempts at
standards while providing encouragement to feed-forward in development for future attempts
● Give at least one comment commending the overall effect of the written piece, and acknowledging the
efforts being made. This can be done by acknowledging growth of writing since a prior piece, especially if
in a specific area mentioned in student’s action points.
Feedback Sentence Starters/Frameworks for Teachers
●

For encouraging further development of a standard
“One of the strongest examples of _________________ in your piece is in (describe section in which
standard is exemplified and the effect it has on reader). As you revise your piece, consider incorporating
more sentences like that in (describe sections in which standard is weak or missing). By doing so, you will
(describe the anticipated effect on the reader or the piece of writing as a whole). Once you do this, let’s
talk about how it is going or how I can be helpful during our next conference.

●

For a standard that is missing from a portion or entirety of written piece
“As a reader, one thing I was wondering about was (describe an excerpt of student piece in which a
missing standard or would be appropriate). The benefit of including (missing standard) would be (describe

2
what the inclusion of development of standard would have as an effect on the reader or piece as a
whole). To see an example of what this might look like consider checking out (cite specific excerpt of
mentor-text in which standard is demonstrated). Once you do this, let’s talk about how it is going or how I
can be helpful during our next conference.
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Appendix G
Sample Calendar for Feedback Timeliness

Sample Calendar for Feedback Timeliness
Monday

Tuesday

Wednesday

Thursday

Friday

1

2

3

4

5

●

●
●

Introduce assignment:
Distribute
standards/expectations,
exemplar text
Describe assignment
standards/expectations
Read exemplar text.
Students come to class
tomorrow with thoughts and
questions

●
●
●

●

●

Students come to class
having read/studied
exemplar text
Peer discussion; peers give
feedback and impression of
text
Peers use
standards/expectations and
standards rubric to assess
the exemplar
Peers then compare their
impressions/assessment to
the pre-written feedback of
the teacher
Dialogue with teacher and
peers: what questions? What
confusions? What specific
examples from the text?

Student Drafting Day 1

Student Drafting Day 2

●
●

●

Monday

Tuesday

Wednesday

Thursday

Friday

6

7

8

9

10

First drafts due
First day of feedback generation for
teacher.
Begin secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Second day of feedback generation for
teacher
Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Third day of feedback generation for
teacher
Begin secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Fourth day of feedback generation for
teacher
Begin secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Student Drafting Day 3
Students complete round 1
of peer review. Peers read
each other’s writing. Discuss
feedback following model of
teacher. Students complete
the Editing Checklist
Students submit first of two
drafts by the end of class

Fifth day of feedback generation for
teacher
Begin secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions
Reading Groups meeting

1

Monday

Tuesday

Wednesday

Thursday

Friday

11

12

13

14

15

●
●

Teacher returns feedback to
students
Students read feedback in
class and begin writing
reflection

●
●

Student conferences with
teacher and revision (Day 1)
Discuss feedback, reflections
- go over questions, concerns
and examples

●
●

Student conferences with
teacher and revision (Day 2)
Discuss feedback, reflections,
go over questions, concerns,
examples

●
●

Student conferences with
teacher and revision (Day 3)
Discuss feedback, reflections,
go over questions, concerns,
examples

●
●

Monday

Tuesday

Wednesday

Thursday

Friday

16

17

18

19

20

Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Tuesday

Wednesday

First drafts due
First day of final feedback generation for
teacher
Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Monday

Second day of final feedback generation
for teacher

Third day of final feedback generation for
teacher

Fourth day of final feedback generation
for teacher
Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Thursday

Student conferences with
teacher and revision (Day 4)
Discuss feedback, reflections,
go over questions, concerns,
examples

Fifth day of final feedback generation for
teacher
Continue secondary unit
Literature: The Giver
“Rites of Passage”
Style and conventions

Friday

2
21

Teacher returns final feedback to
students
●
Students use class time to
read over feedback
●
Students begin the final
reflection form.
●
Students must complete
form as homework

22

●
●
●

Student/teacher conferences
(Reflection and
Decompression) Day 1
Go over questions and
concerns with each student
Students update editing
check-sheet

23

●
●
●

Student/teacher conferences
(Reflection and
Decompression) Day 2
Go over questions and
concerns with each student
Students update editing
check-sheet

24

●
●
●

Student/teacher conferences
(Reflection and
Decompression) Day 1
Go over questions and
concerns with each student
Students update editing
check-sheet

25
Unit ends

Note:The above calendar may be adjusted depending on the length or rigor of the writing assignment. More or fewer days may go
into days dedicated to drafting and conferencing. However, it is crucial that class time is dedicated to student reflection, discussion of
feedback, etc.
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Appendix H
Student Reflection of Feedback Sheet

1
Student Reflection of Feedback Sheet

Section_____

Name: __________________________________________________________________
Title of Piece: ____________________________________________________________
Now that you have been given feedback on this piece, please respond to the following questions
thoroughly, specifically and thoughtfully. After conferencing with your teacher about your
responses, please store this form in the “Actions” section of your writing folder. You will utilize
your reflection to help revise your piece and feed-forward into future pieces that you may choose
as a selection for your portfolio.
1. What do I feel about this feedback?

2. What do I think about this feedback? What questions do you have for the teacher that you
need clarified?

3. Based on this feedback, what actions could I take to improve my work for another
assignment? (remember, keep these actions very specific and measurable. For example: I
will deliberately use at least three sensory details throughout my memoir is more specific
and easier to measure than I will use more description).
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Appendix I
Student Editing Checksheet

3

Student Editing Checksheet
Name:______________________________________
TITLE OF PIECE:_____________________________________________________________
DATE OF PIECE SUBMISSION
CONVENTION

EDITED TEACHER’S COMMENTS
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Appendix J
Student Proof of Revision and Reflection Form

5

Name:_______________________________________

Section:___________

Student Proof of Revision and Reflection Form
Using your previous Feedback Reflection forms please perform all of the following steps and
answer the questions completely. This is a requirement for curating a piece into your portfolio.
❏ What is the name of the writing selection?_____________________________________
❏ Carefully read Mr. Huttenga’s previous two feedback entries for this portfolio selection.
❏ Consult the “Feed Forward” categories on the feedback forms as well as any or all of the
“action points” you created for yourself in question 3 of the “Student Reflection of
Feedback” sheets
Student signature:__________________________________________
Date:________________________
Please answer the following questions below and on the back of the form. Two questions are on
the back
1. Below, list the action points that you created for yourself after receiving your first two
rounds of feedback for the piece. Next to each action point, write an excerpt from your
piece which you believe strongly showcases the results of incorporating that action into
your writing.
Action point

Excerpt Selection

1.

2.

3.
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2. What effect did the incorporation of each action point have on your piece? In your
response, please frame this effect either on the piece as a whole, or the effect you
believe it will have on the reader’s experience
○ Action Point 1 Effect:

○

Action Point 2 Effect:

○

Action Point 3 Effect:

3. What was the most difficult part of writing this piece? What are you the proudest of in
this piece?

4. What has this revision process taught you that you will try to incorporate into your future
writing? Remember, keep these actions very specific and measurable. For example: I
will deliberately use at least three sensory details throughout my memoir is more specific
and easier to measure than I will use more description).

Teacher Signature:____________________________________________

Date:____________________
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